ABSTRACT This article investigates the governmentality in the pedagogical systems through the teachers' mission and the corresponding teachers' education in Greece from the construction of the nation/state and for about a century, according to the socio-economical conditions that emerged. It does so in order to analyse the relation of society, the educational system and teachers' education. To this end, it decodes, through discourse analysis among other means, the state's official texts, the pedagogy applied, the teachers' tasks and position in teaching, and the impact of the above on teachers' education. It discerns three reform periods of teachers' education in Greece from the nineteenth to the mid-twentieth centuries, and explores how teachers were prepared in the Didaskalio (teachers' education institution) in each period. It concludes that power relations determine the construction of the teacher's soul in order to construct the child's soul.
Introduction
Pedagogical systems are systems of reasoning that constitute sets of normalisation rules for the construction of the child's soul that are accompanied by specific ideas and instructions on how to go about this task through teaching. They are instructional technologies, schools of thought in education that become official discourse. Because discourses comprise a set of widely held ideas that society relies on to make sense of the world, they become common sense and are thus 'naturalised'. The discourses are made into principles to define teachers' performance. They determine the value system of education and the canon for all aspects of schooling.
Pedagogical systems contain not only the pedagogy but also the teaching methodology and evaluation systems as well as the validation of knowledge, or, in other words, the whole instructional technology. Instructional technologies separate the teachers' mission from its normalising functions and do not recognise that the knowledge of practice is the effect of power. They operate as a Panopticon, assuring that no deviance is allowed, since their prime aim is the construction of the soul. Bentham (1995) described the Panopticon as 'a new mode of obtaining power of mind over mind, in a quantity hitherto without example'. Michel Foucault, in his book Discipline and Punish (1977) , uses the idea of the Panopticon as a metaphor for western society and its emphasis on normalisation and observation. Pedagogical systems can be seen as authority mechanisms for control.
The 'pedagogisation' is part of the Enlightenment phenomenon (Depaepe, 2002) . At this point it is useful to look at the pedagogical systems and principles of pedagogy in the context of Foucault's discussion of governmentality. As Popkewitz argues, governmentality is a 'link between the governing of the modern state and the individual self. In the nineteenth century, the tactics of the state were brought into everyday life through the art of governing. State tactics of reform entailed not only rational institutional change, but also an individualization and psychologization of social problems through a range of strategies [including pedagogy]' (Popkewitz, 1998) . Rose (1989, p. 208) supports the notion that pedagogy is the promotion of subjectivities through 'the construction of pleasures, and ambitions, and the activation of guilt, anxiety, envy and disappointment', and thus that subjectivities are the result of power. Pedagogy and technologies of teaching produce the deliverance of the child's soul by remaking the subjectivity. Whilst the goal is this deliverance, the means to achieve the deliverance is through the governing of the teacher who is the medium for that purpose.
Discourses are difficult to displace, and sometimes continue to exist even though new ones are formed, and in spite of policies and regulations designed to supersede them. As a result, discourses are never static and rarely stable. 'At any one time there may be multiple and competing discourses in a process of flux' (Benton & Short, 1999, p. 2) . These systems of reasoning govern education reform by indicating certain 'problems' that become visible and that recognition fashions as objects of reform (Popkewitz, 2008) . The concrete structure of these discursive boundaries changes very slowly and with great inertia. In reform attempts, discourses by contrasting powers compete in order to prevail. Reforms, it is argued, are an effect of power. They function historically as a governing practice that links political rationalities about progress to the construction of individual identities (Popkewitz, 1998) . Reforms of pedagogical systems are a process that is influenced by social, political and economic factors.
An important feature of the discourse for the pedagogical systems is the individual teacher's mission. The teacher as a medium for delivering the official knowledge to the students and for contributing to the construction of the desired citizen in each period is an important link and a carrier of the pedagogy inscribed in pedagogical systems. Analysis of the discourse for pedagogical systems implied in classes from teachers historically can contribute to a better understanding of the power matrix underlying the reforms. The mission of the teacher implied in pedagogical systems can be decoded through, among other ways, the state's official texts, the tasks of the teacher in teaching, and the reflection of the above on teachers' education by discourse analysis.
In Greece during the nineteenth century, there were three different reforms to implement different pedagogical systems. In order to investigate these reforms, a genealogy approach is regarded as suitable. Genealogy is a form of history which can account for the constitution of knowledge, discourses, domains of objects and so on without having to make reference to a subject which either is transcendental in relation to the field of events or runs its empty sameness throughout the course of history (Popkewitz, 1998) . As Foucault used it (1980, p. 117) , genealogy traces how discursive themes break up and form new themes over time. Discursive themes are, for example, educational ideas and practices, and the division of what is taught in schools into subject matter. Hence, in this article, genealogy focuses on how discourse constructs pedagogy's normative views and how discourse is appropriated to construct subjectivities, identities and practices.
In this article I closely examine the genealogy of the pedagogical systems implied in schooling and the construction of the teacher from the emergence of the nation/state throughout the nineteenth century until 1933 when the Greek teachers' education institution, Didaskalio (in Greek), stopped its function. Through this analysis I want to describe the connection between power, the pedagogical systems, the teacher's mission in teaching and teachers' education. I will do so not only by examining the context of the pedagogical systems themselves, but also by scaffolding the historically formed discourses about the teachers' mission in pedagogical systems, as well as by analysing the ruptures and changes according to the socio-political environment. This genealogical approach is instrumental in illuminating the connection between pedagogy, teachers' education and governmentality in different historical periods and in showing how pedagogy was used to construct the child's soul through the teacher's soul.
A historical-comparative analysis will be used in order to decode the teachers' mission in the construction of the child's soul through laws, texts, the educational system and the pedagogy used and to demystify teaching and teachers' education in educational reforms in Greece during the operation of the Didaskalio. I support the idea that all the models of modern pedagogy used in this period were to shape the soul, and that only their principles of governing that soul differed according to socio-economical differentiations, so they embodied different principles of ordering and classifying who the child was and should be, who the suitable teacher to do that was, and what the appropriate teacher's education for this task was.
Historicising Reflections in Reforms
One should think of reforms, as Popkewitz argues, as a practice of social administration (2000, p. 18) . He supports the idea that power is exercised less through brute force and more through ways in which knowledge (the rules for reason) constructs the 'objects' by which we organise and act on the issues, problems and practices of daily life. In reforms, there is a belief that policy produces progress through rationalising the process of social and individual improvement. Such knowledge of progress is a historical construction and an effect of power.
Specifically, in Greece the reforms through which pedagogical systems were implemented and through which they co-exist mainly with the Didaskalia can be reflected as outlined in the following timetable: 1. Monitorial system, 1822-1880 2. All-age school, 1880 -1913 3. Progressive school movement, 1913 -1933 In this section I will particularly explore the teachers' mission and education in the above periods. School (1822 School ( -1880 Greece was constructed as a modern state in 1824. The modern state and the modern school developed alongside each other as systems of administration, both concerned with the production of the citizen, who could act within the new political and cultural institutions as a self-regulated and self-disciplined person (Popkewitz, 1998) . The configuration of the state was an effect of the struggle of power, with the economic and intellectual elite of the time effectively determining the outcome of the core decisions to be made.
The Teacher's Mission in the Monitorial

The Monitorial System in Greece
The monitorial school was first introduced in England and in France as an application of the principles of industrial production in education. It was a method that allowed a teacher, theoretically, to teach up to 1000 children by instructing the best among the pupils, who, in turn, undertook the teaching of their fellow pupils in teams.
As I.P. Kokkonis (1830) (one of the first teachers in Greece) mentioned,
[t]he method is named monitorial (reciprocal-mutual instruction) because many children, under the supervision of one teacher, teach one another the things which he learns better than the others. It intends, however, to educate pupils, to make them more proud, studious and diligent, to learn the importance of the initial knowledge with as much shortage of time and money as possible, to develop the physical and mental strength at the same time.
The implementation of the monitorial method in Greece developed in the following three phases: 1. Introduction of the method of the monitorial school after the Peloponnesian Senate's decision during the revolution (1822). [2] The monitorial system was explicitly written in this decision, which became Greece's first Constitution. The remarkable thing was that in Greece, although it was not yet a nation-state, for the first time in the West, popular education became obligatory (through the monitorial system), even if it was only at the level of rhetoric. In the Peloponnesian Senate, it was regarded that education could contribute to the nation's prosperity. 2. Establishment of the monitorial method in the governance of Kapodistrias (the first governor of Greece, 1828-1833). 3. During the regency of the Bavarians, from the creation of the educational system in 1836 until 1880. [3] In Greece, through the pedagogical domination of the monitorial system, the state aimed at the formation of a sense of common belonging, the construction of a nation and the forging of unity among the Greek people, who had been living under Turkish occupation for more than four hundred years, with a variety of forms of organisation from one area to another. In the modern Greek nation-state, as elsewhere, previous church conceptions of revelation were replaced by strategies that produced personal self-reflection and inner, self-guided moral development of the individual (Popkewitz, 1998) . The monitorial system consisted of a set of rules, strictly applied, which fragmented the educational procedure so that it would be under control at all times. The fragmentation created a ceremonial atmosphere, and all the activities in the monitorial school were so accurately described as to be predictable. The motto of the monitorial school in Greece was 'order guarantees progress' or 'the teacher is taught twice', and also 'one place for one thing and one thing for one place'. As I. Draikis (1855) described it,
[t]he monitorial system demands mechanic accuracy, in which the first lever is order, order through the movements, order through the voice, time, material, everything is in Order! Because in order there is discipline and progress, and as the mechanic understands the malfunction from one signal and prevents confusion, so does the good teacher who is able not only to understand the mal-placed immediately with all the necessary movements, the unreasonable use of the material or the disordered whisper, but also to be able to feel that every disorder was caused by his own lack.
In the monitorial school, the teacher's mission was to unfold the technique of monitorial teaching. Teaching was described in detail, and any ideological interference with and transformation of the child's soul and moral conscience did not come directly from the teacher, but rather came from the system itself. Teaching was completely formalised and system-driven. The mission of the teacher was to maintain obedience and to prevent any deviance of behaviour. The teacher was an 'intermediary', a medium of the fixed, ready-made pedagogical system. The teacher's mission was mainly one of ensuring the effective operation of the system by offering duties to the best of the pupils, supervising the class in general and keeping order, so as to impose adherence to the laws and uniformity. According to the nineteenth clause of the decree 'About the Organisation of Primary Schools' (1834), every teacher was responsible for the decency and discipline of their school and should be watchful for the diligence and chrestomathy (virtuousness) of his pupils. For this, he had the duty of unlimited supervision of his pupils inside the school, and the right to reward or punish proportionately. In reality, though, as observed by Lefas (1942) , the main results of this method were, on the one hand, the extinction of any kind of student initiative, as the students acted only by order and according to strict formal rules, and on the other hand, the accumulation of much unused, unassimilated knowledge. The strict organisational outlines of the monitorial school aimed at the child's submission to the school's authority and his or her adaptation to disciplinary and regulatory behaviour. The system of the monitorial school was based on a static and mechanical perception of the child's mental procedures, and there was typically no possibility of altering the method since teachers were obliged [t] o follow the guide [of the monitorial method] firmly, having it as an intact model and rule of the organisation and the way of teaching. If one of the teachers considered a modification necessary, without completely innovating he should present his observations to the Government, which along with the help of the others, could contribute timely to the improvement of the method. (Kokkonis, 1830) According to Lefas (1942) , though, teaching was done as each teacher wanted to do it, and at the time that he wanted to do it, according to the basis of the monitorial method, but distorted according to each teacher's perceptions. However, this method, which might have had a lot of disadvantages, was introduced into Greek primary schools with a 'legitimating discourse', representing a serious advantage for Greece, which was in a difficult financial situation after the revolution, since it was a cheap method [4] , as a lot of children learned with one teacher and teaching was done on boards, so books were not necessary. As I. Draikis (1855) observed, 'the monitorial method was rather economical ... 80 drachmas was enough for a month per 100 pupils ... [whereas] for the co-instructive method a multiple expense was demanded'.
Other legitimating discourses for the monitorial method included the politicisation of the child through the thorough learning of the principle of 'to rule and to be ruled', as well as through the support of the intellectuals of the time, who influenced the discourse from abroad, and saw the monitorial method as 'God's gift'. The generalisation of the method was immediate, and the teaching of the method in Greece lasted longer than in other European countries. If the mission of the school was the construction of the citizen, the monitorial school would make him loyal and obedient (Solomon, 1992) . The principles of the monitorial school that were internalised were those of discipline, obedience and decency. According to Kontonis (1997) , 'the always present and immobilized s instructor, the ceremony in which teaching was done, the impersonal nature of the whole procedure had as a further purpose the ''sterilization'' of the school mechanism from everything with motion, dynamic action, action and therefore from everything that involves the danger of controversy and change.'
The monitorial system was based on the industrial mentality and discipline. But in education this mentality was ineffective. Although one could argue that with the monitorial method children were taught discipline according to collective rules -in other words, they learned to be ruled as citizens -due to the intense formalisation of the method, this discipline was superficial and passive (Papadaki, 1992) . Alternatively, as S. Moraitis put it in his speech in 1875: 'The monitorial-model school owed its glory to its weakness, that is, to the mechanism: the bright side of it is the dark one indeed' (Moraitis, 1936) .
The Education of the Monitorial Teacher
The first attempts at teachers' education based on the monitorial method took place in 1820 in Iasio and Argos just before the beginning of the national revolution. In fact, they involved the rapid training of educated adults, which lasted about three months. These attempts were to stop when the revolution was declared. The first official attempt at teachers training was exhibited during the governance of Kapodistrias, who wanted uniformity in teaching in order to control educational knowledge. Kapodistrias approved the translation of the French monitorial-method textbook written by Sarazine [5] (trans. Kokkonis, 1830) , as the most appropriate for Greece (Kokkonis, 1830; Bouzakis & Tzikas, 1996) . In 1830, he established Aegina's Orphanage School, whose candidate teachers attended professional training for three months. Teachers were examined at the end of their training and, according to their knowledge, were divided in three categories, with consequences for their salaries. This division of teacher quality through a category system with effects on status and payment lasted for over a century.
From 1834 to 1864, teachers were educated at the Didaskalio (the teachers' education institution). According to its declarations, the aim of the Didaskalio was to educate the future male and female teachers and to examine those who were self-taught and wished to get a teacher's degree. The Didaskalio had one headmaster and at least two high school teachers, one of whom had to be a priest. [6] The headmaster of the Didaskalio would be the general inspector of the primary schools in Greece (Lefas, 1942) .
The studies lasted for two years, but there was the possibility of deviation from the time frame depending on the circumstances of the individual student in training. In the Didaskalio, the graduates of the second class of the Greek (high) school who had a certificate of their chrestomathy (virtuousness) were educated. It was a characteristic of the Didaskalia during this period that the courses taught did not include any pedagogical subjects. The scope of operation of the resulting teachers and the intentions for their use, were not effective. According to Lefas (1942): Given that: 1) the teaching staff was not effectively educated and it lacked any pedagogical education, 2) its pupils, through their prior education, had deficient knowledge and their attendance to it (Didaskalio) lasted for a short time only, 3) the teaching courses were not enough and neither pedagogical nor technical lessons existed among them, 4) the teaching method was dogmatic and 5) supervision of teaching did not exist, it is obvious that the graduate pupils, although they were named teachers, were not only uneducated but also self-conceited, and were just capable of transmitting little knowledge of reading, writing and arithmetic to their pupils.
The problem was indicated in the school inspectors' reports where the inspectors argued:
Teachers are totally uneducated about the work they have as a profession … . Everything that has to do with the teachers' matters is villainous, because their teaching experience and skillfulness is deficient, and their social position most humble, and their payment the lowest, and the way they get paid very humiliating, and everything they depend on very irksome and harmful. (Dimaras [7] , 1973)
As a result, the Didaskalio stopped its operation in 1864 when the funds given for its maintenance were taken away. In fact, the reason for its abolition was the weakness of the public and private education systems in terms of their inability to absorb the graduate teachers. Between 1864 and 1878, when the Didaskalio was not in operation, certification of teachers' knowledge was taken over by the Teachers' Examination Committees. These committees consisted of a gymnasium headmaster or a high school headmaster, a Greek teacher, a priest and a distinguished teacher or primary school headmaster. In 1872, a permanent five-member examination committee was created in Athens and consisted of a primary school headmaster as the chairperson, the two gymnasium (high school) headmasters in Athens and two university professors. As was widely known, the committees allowed the worst teachers to enter the profession, and many degrees were granted for political reasons (Lefas, 1942) . All-age School (1878 -1930 At the end of the nineteenth century, economic changes created a new situation that triggered an ideological crisis that extended to the political arena. The middle-class forces in Greece became aware of their power and created the basis of a society that aimed at industrial development and was ruled by the authorities of liberal parliamentarism (Andreou, 1992) . The parliamentary regime, which is consolidated in the remodelled modern Greek society, requires a 'free' citizen, who has equal rights, and a moral citizen, who has to obey rules. But, in order to achieve that, the rules of politics had to be internalised through education. These 'free and moral citizens' are to be constructed through the co-instructive method in the all-age school (Kontonis, 1997) .
The Teacher's Mission in the
At this stage, this political change is connected to the modernisation of education. This 'modernisation of education' project was materialised and accompanied by measures such as the introduction of the all-age school, where students are put in classes according to their age, the establishment of the Herbartian methodology of teaching, the creation of the first curriculum, and the re-establishment of the Didaskalio as teacher education institutions, as well as the institutionalisation of permanent inspectors, who gave instructions during their inspections about the teaching of the different subjects taught in primary school (Nikolakaki, 2000) . The changes in the narratives about the governance patterns in schooling are homologous to changes in the narratives and images of the 'self' in other social fields (Popkewitz, 2000, p. 21) .
At the same time as the middle class rises, a discourse emerges about the extreme theoretical ancient Greek knowledge orientation of the educational system and the need for education to gain a more practical content in order to respond to the changing socio-economic conditions of Greek society. The two trends that were created and that would be evident for a long time, as far as the assessment of the school knowledge was concerned, were marked by strong contrasts. On the one hand, there were the conservative powers who emphasised classicism, the Phanari spirit and love of the ancient in general. Consistent with their beliefs, they insisted on the teaching of ancient Greek, Latin and so on. On the other hand, the modernisation group wanted to give knowledge the dimension of functionality and economic effectiveness and to emphasise the need to pay special attention to sciences and to practical/technical subjects (Fragoudaki, 1988) . The same powers argued about the proper kind of language to be used. The conservative group was in favor of 'katharevousa', a technically constructed language maintaining elements of ancient Greek, and the members of the modernisation group were in favour of the 'demotikh', the language of the populace. This conflict was destined to prevail for more than a century.
From 1880, at the central level, the monitorial school was considered to be inadequate for the preparation of the young Greek citizen. It had completed its mission, which was the homogenisation and consolidation of the nation; now this nation had to be productive too. The young people needed to be prepared for the newly formulated socio-economic conditions of the country. Thus, it was necessary to abandon the old teaching methods and to implement the all-age school with the co-instructive (Herbartian) method to reflect the modernisation of society, the construction of the modern citizen and economic development:
The ministry wants the improvement of the primary school and its re-construction according to our progress and the findings of the pedagogical science (whose application was successful, making primary school the strongest device of social progress and appropriate towards the growing social and political needs in our country) ... but nowadays the application of sciences' findings for agriculture, industry and trade and the universal competition over these ... make the nations who are incapable to keep up with this wide modern civilization, due to the lack of moral and mental supplies, which is rather important for the right use of political freedom and the participation in the public matters by voting, miserable. For these reasons, in the modern political societies, which are safely founded upon free competition and the citizens' equal rights without class distinction, the operation of the school is a basic condition for the purpose of a nation's existence ... which helps the young citizen to be educated not only as a member of the church and of the society with its national characteristics, but also to become a skillful worker capable of all jobs, which demand basic knowledge. (Venthilos, 1884) The co-instructive method is introduced in the Greek schools as a means of responding to these new demands. In the all-age school, there is an attempt to rationalise teaching as far as the modernisation of the educational system is concerned. Its justification appears in detail in 1880, in the circular with which the monitorial school is abolished: in order to be more effective, the moral education and the harmonious development of the children's mental powers should be made according to the new teaching methods which are based on inspired experiences, and should be freed from the monitorial school, which science dooms as mechanical and preventive for the development of the spirit. (Venthilos, 1884) Teaching in the all-age school required the teacher to be a transmitter of knowledge as the teacher had become the centre of the teaching process. Gradually, the teaching method in the all-age school, under the influence of Herbart's method, was being formalised. According to Herbart, learning is more effective when teaching is escalated in the following stages: clarity, where the teacher isolates and analyses the new images; comparison, where images are compared between them; the stage of system, where there is a synthesis of the new images and they become concepts; and the stage of method, where there is a methodical application of the new images. These stages are conceived in two phases: analysis (clarity, comparison), and synthesis (system, method) (Trilianos, 1998) . According to Herbart, the purpose of teaching is to broaden and strengthen the child's images in order to reinforce his will and to assure the individual's moralisation, which is the responsibility of education (Depaepe, 2002) . The aim of education becomes the formation of the character, and teaching is the means for it. However, due to the fact that not every piece of knowledge is important to the same extent, the school should choose the knowledge that would be more 'interesting' and motivating for the children's world. Knowledge was mainly the means to lead the desire to the good. In Greece, moralisation was conceived on the basis of a classical humanitarian orientation and a religiosity, values distant from the technocratic rationale of the industrial capitalist society of the West (Tsoukalas, 1987) .
Teaching methodology was modernised according to the models of 'rationalism' and systematisation. The imposition of educational objectives was attempted with 'rational' arguments. The rationality that was inscribed in order to encourage the ability to reason, however, was a double inscription that deployed divisions and power (Popkewitz, 1998) . The change of method was combined with new perceptions of the teachers' mission. Teacher-directed lessons became the main characteristic of this period. The teacher became 'the leader' of the class, the 'salt' of the society that should be the model of moral completion, since teachers defined the moral basis of the nation. According to H. Matsaggouras (1998), 'the belief that teaching gained a scientific basis through Herbart's psychology reinforced the teachers' professional self-consciousness and improved their social status, because it accepted the fact that the teacher, with his didactic interventions, contributes to the child's mental development'. The change of attitude influenced the perceptions about children and about their nature as well. The child was being treated as a pupil, and an interest began to grow in their education regarding their souls. The monitorial school, a product of the Industrial Revolution, was characterised by an attempt to impose the educational aims mechanically. The co-instructive Herbartian school with the more modern pedagogical theories had as its goal the 'construction' of the citizen in a more rational and methodical fashion.
Instructional technology was in accordance with the traditional power structures, and was equivalent to the social correlation of power (Andreou, 1992) . The moralisation of children through knowledge and the development of their mental powers became the purpose of teaching. The result was the domination of teacher-centralism, verbosity and despotism. On the other hand, the fact that teaching focused on specified stages deprived teaching of any initiative, originality and emotional interest on the part of teachers, and the teacher became a 'technocrat'. The mission of a 'technocrat' involves the implementation of specific and detailed instructional technologies. Through these technologies, the teacher is also the state's representative, who works to legitimate a particular economic and social power structure, and a mediator and guard of the system. In this way the teacher contributes to the maintenance of the status quo.
While teachers' recipe knowledge was put to the question in their performance, the fact was that this recipe knowledge defined what was acceptable to be taught and that it limited the aims of teaching. As D. Moraitis remarked (1936) , 'the stages of teaching became a true Procroustis-bed during their application. Therefore, their followers try to spoil all the matters, to force them into elaboration, and the matters are adapted to these stages. ... in our attempt to equalize everything, we ruin originality that creates superb minds, and we educate only common people'. H. Fraggos (1984) , criticising Herbart's system, talks about 'pedagogical deviation' from Enlightenment beliefs and from the pedagogical perception of education. Or, in the words of M. Depaepe (2002, p. 363 
Thus, the operationalisation of the concept of education after 1870 deviated ever more from its original criteria, such as training and progress, nature and development, enlightenment and emancipation. In its stead there grew a consensus on the molding of the minds for docile citizenship by 'school' curricula. Herbart entered history as the founder of the passive, intellectualistic listening school against which the 'new education movement' ----'reform pedagogy' in Germany [8] ----would fulminate.
In 1881, two teacher books were published and put into circulation in primary schools, The Introductory Practical Instructions of Teaching in Primary Schools, written by general manager D.C. Petridis, and Teaching or Brief Instructions for the Use of the New Teaching Method, by S. Moraitis. However, the situation in schools throughout this period was not at all satisfactory. In 1883, the government sent 14 inspectors (among them were Harisios Papamarkos and Nicolaos Politis) to examine the situation in the primary schools of the country. In his report, Politis mentioned that 'the only thing children are being taught is reading, and only that'. Papamarkos reported: 'Generally speaking, apart from reading, writing and counting pupils are not taught and are not accustomed to anything else' and 'everything that the primary school consists of is not healthy'. In 1883 there was so much confusion that, as Inspector I. Poulios emphasised, 'the teaching method does not exist'. This bad situation in education and the need for a more practical orientation was a matter for consideration for many intellectuals. I. Pavlidis (1885) observed that 'we ought to orientate our educational system to be more practical, we ought to aspire the education for the breadwinning and practical life, we ought, beside our humanistic and classical education, to cure vocation as well!' G. Papasotiriou emphasised: 'Get desperate and leave grammar, in order to teach other more useful subjects.' The need to teach practical knowledge and science is emphasised in the memorandum of the Science Company which was put into circulation during that period (as quoted in Dimaras, 1973) . Therefore, the request for an educational reform was general and continuous. D.G. Petridis' legislation in 1896 and the making of the first curriculum of a different type for primary schools (1894) by the educator H. Papamarkos had as their goal satisfying these requests. Meanwhile, the use of the one and only textbook across the country (bill no. N. BRL 14/1/1893), the introduction of a timetable and the abolition of school fees in 1895 were part and parcel of a modernising rationale that completed the submission of the primary school to the centralising character of the state. The state, by assuming exclusive responsibility for the education of the child, took exclusive responsibility for the construction of the child's soul.
Thus, Herbart's methodology covered the need for the modernisation of teaching. Despite the fact that the pedagogical basis of Herbart's methodology was questioned, the fragmentation of teaching into stages continued to be done in Greece because it provided a normalisation of teaching and thus benefited the child, and this recipe for teaching was convenient for teachers, giving 'prestige' to the teaching profession (Matsaggouras, 1998) .
The Education of the All-age Schoolteacher
As of 1878 the candidate teachers in the Didaskalio were educated in the co-instructive method, whereas the senior teachers were retrained in the new method for six weeks. As Andreou (1992) mentioned, the perceptions that dominated since 1880 and later on (at the Didaskalio) were characterised by a modernising spirit that aimed at improving the effectiveness of the pedagogical preparation (of teachers) and at compliance with the modern civic attempts of the educational legislation, which could not be completed due to the serious crisis that Greek society was facing. The Didaskalio was operating without a specific pedagogical method until 1887, when H. Papamarkos introduced Herbart's methodology (Lefas, 1942) .
The task of formalising the 'technocrat' teacher was taken over by the newly established Didaskalia of that period. In 1878, the Athens Didaskalio started to operate again, which signified a new period for teachers' education. Furthermore, because the capacity of the Athens Didaskalio was found to be insufficient for the preparation of all the teachers, candidates and seniors, two more Didaskalia were established in the Peloponnese (Tripoli) and in the Ionian islands (Corfu) in 1880, and a fourth opened its doors in Thessaly (Larissa) in 1882. Studies in these Didaskalia lasted for three years, and the graduates of the first class of the four-year gymnasium, who were between the ages of 16 and 25 and were able-bodied, were accepted into the teaching profession (Lefas, 1942) .
Teaching in the Herbartian methodology required a better-educated teacher. In the Didaskalio, the duration of the studies for teacher preparation for the co-instructive school increased by one year, and the admission age was raised by one year. More specifically, the graduates received, in total, two more years of education. Pedagogical courses were also included among the Didaskalio's subjects. According to Lefas (1942) , 'the courses ... are undoubtedly superior to the ones in the old Didaskalio and they are adapted to the current theories of the pedagogical science'. However, the contents of the syllabi in the Didaskalio were strongly influenced by the ancient Greek orientation of knowledge. As Andreou (1992) claims, 'the teachers' education program did not correspond completely to specific pedagogical needs, but to the particular political and ideological purposes'.
The results of the teachers' education program were found to be poor, so attempts were made to modernise it. At this point, two opposing opinions were vocal about the necessity of such a task ---those of the conservative group and the modernisation group. On behalf of the conservative group, in the bills of Theotokis [9] for the reformation and elimination of the Didaskalia which were submitted for voting in Parliament in 1899, there is a claim that 'having schools is more important than having teachers' education, despite the fact that neither is satisfactory'. The reason for this evaluation is as follows:
As long as the work in the Didaskalia (plural) is done by people deprived of philosophical and educational knowledge and inexperienced in primary schools, the Didaskalia will not become perfect, and as long as the primary education is deprived of everything, there is no need for the Didaskalia to become perfect. And even if they manage to satisfy some of the needs of primary education, it is just not enough. When the majority of the present teachers are completely inexperienced, completely ignorant of the work in it, and if the ones that graduate from the Didaskalia have moderate education, it is enough for the Nation.
On the contrary, in the bills of Eutaxias (the prime minister who took office after Theotokis), which were proposed in the same year by the modernisation group and attempted to modernise teachers' education, the need for teachers' satisfactory education was emphasised due to the fact that 'the teachers' present general education could not be considered sufficient … and they did not get the knowledge that was necessary for their broad education, and particularly for teaching in primary schools'.
Criticising the bills of Theotokis regarding the Didaskalia, Eutaxias claims that, 'having misunderstood the main purpose of the Didaskalia, which was the teachers' preparation in order for them to be able to teach in the nation's primary schools, they [saw them as] educational centres of rather theoretical or technical teaching ... [and] little time was spent for teaching practice, which was [seen as] rather detrimental for primary education'. The above bills were not destined to pass. Four of the Didaskalia continued to operate until 1905, when three of them were abolished and only the one in Athens continued to operate.
The Teacher's Mission in the Progressive School Movement
From the late nineteenth to the early twentieth century, industrialisation and modernisation had created the feeling that humans' exterior lives threatened their inner existence. This perception led to an interest in humans' inner world and to an increased interest in the need for their education. The early twentieth century was characterised by educational enthusiasm (Moraitis, 1936) . The mid-war era proved to be creative and productive not only for education but also for the sciences and culture at large. The pessimism that was created by the war was counteracted by radical resistance to the status quo. The contrast between the old school and the new social needs was expressed in the New Education (the progressive school movement). What the New Education suggested was different from the old school in terms of its philosophical, social and psychological characteristics (Reble, 1996) .
In Greece, the discourse was that schools could not meet the increasing social demands. The developing middle class and the movement in Goudi (a middle-class uprising in 1909) created a new social and political context, which also influenced school and schooling. The pedagogical perception of the educational texts of this period was inspired by the modernising ideology of pedagogy of that era ---namely, the New Education (progressive school movement). In Greece the work school, inspired by the German model of the progressive school movement, which was based on self-activity, initiative, learning by doing, and connecting knowledge to life and work situations, became the focus of the educational system.
The parliamentary government, which was consolidated in modern Greek society during this period, required a 'free' citizen, who had equal rights, a 'moral' citizen, who had to obey to laws, but also an effective citizen, who ought to contribute to the economic development. The task of the construction of such a citizen lay with the work school. The gradation of the construction of the citizen is pictured in the pedagogical systems in use up until then. In the monitorial system, the aim was the construction of the citizen who has the same rights as the newly constructed nationstate. In the all-age school the aim was mainly the construction of the moral citizen, who would obey rules and 'know his place' by accepting the status quo. In the work school, the aim was to construct the citizen who would be productive and creative. These were the needs of the bourgeoisie and these needs were implemented in schooling. Through education, 'the introduction of the working-class children to their place and role in the society took place in response to the imperatives of bourgeois society' (Depaepe, 2000) .
The work school was the school of action. Its philosophical base was pragmatism. The pupil, according to it, was to learn not in the conventional meaning of the term, which meant learning passively, but to learn through work, by discovering or acquiring the knowledge through selfactivity. More specifically, the basic element of the work school was the pupil's work. However, work did not only consist of handicraft or manual work or skills. The work school did not make a distinction between intellectual and manual work (Sourlas, 1935) . The most important element was the child's free work (Kapsalis, 1995) . The purpose of work in the work school was that 'the young worker by work and during work matures by himself, gains in strength, in wisdom and prudence as he is being created by himself'.
The content of this pedagogical movement in its ideological sense was in strong contrast to the intellectualism and formalisation and the reduction of knowledge and superficial approach to educational and teaching matters that characterised the old school. The teacher's mission was reinforced so as to include the salvation character of education. There was a concern for a response to class needs, although the concern was to educate the pupils according to their class position. A teacher 'social worker' was needed for the middle-class school, where studies were prepared on the basis of their ideological and professional embodiment in society through the transmission of practical knowledge and the principles by which the middle-class state operated.
The teacher 'social worker' was the one to take over the work of children's socialisation and their preparation for active life. As a result, the teacher's mission broadened from that of an intermediary in the monitorial school, to that of a technocrat in the all-age school, and now, in the work school, to that of a facilitator in the child's discovery of learning. At this point, there was a discourse about a consideration of social justice. Of course, one could remark that the work school had the basic contradiction of claiming to be child-centred and simultaneously aiming at active work life. Work life was the adult's concern, not the child's.
The term work school became very popular, but it was a symbolic term used by different ideological movements. In Greece, the work school caused conflicts among the conservative, modern and radical groups, all of which offered different interpretations of its purpose and its application of it. The conservative group used the work school as a motto, but in its use, the word had different meanings from the ideas expressed by the other groups. It was a pretence, an alibi to the conservative group, who used the progressive term under their conservative ideology (Nikolakaki, 2002) . [10] Many debates about the nature and process of classroom pedagogy took place, as had also been the case in the past. Furthermore, breaks and shifts in policy caused changes in teachers' practices or beliefs, or possibly in both. Teachers, too, through changing their practices, were instrumental in influencing changes in policy.
The Education of the Teacher of the Progressive School Movement
Socio-economic changes formed the basis of a state of justice and also brought about rearrangements in teacher education. In 1910 the Athens Didaskalio was further improved and rehoused in the building donated by Marasli (a national benefactor); it was subsequently renamed Maraslio. Graduates of the two-year high school class attended Maraslio. In 1913, after the annexation of new areas of Greece, the educational needs in terms of teachers' training led to the establishment of a three-year class of Didaskalia for the graduates of the second class of the fouryear gymnasium (high school) and to a separate three-year class for the graduates of the six-year gymnasium. Along with Maraslio, twelve other Didaskalia across the country were established. In the program of 1914, the pedagogical courses were reduced by three hours, although the number of total teaching hours was increased. The studies' duration expanded to one year, but at the same time the age of admission of candidate teachers increased by one year. Thus, the total education of graduates increased by two more years again (Lefas, 1942) .
The emigrants' inrush in 1922 and the sudden population explosion (after the catastrophe in Asia Minor) led to the creation of the one-class Didaskalia, which the graduates of gymnasium who were under 25 attended. In the one-class Didaskalia the pedagogical education of the candidates was emphasised, with about 32 hours of a 42-hour total teaching load per week spent on the teaching of pedagogical lessons. However, for the first time in the program of the teachers' education, the teaching of psychology was not included. The one-class Didaskalia were abolished in 1929. In 1924, along with the one-year class and the three-year class Didaskalia, the multi-class year Didaskalia (five-year class and six-year class) were in operation. The graduates of the Greek School (Scholarheio) attended the five-year class Didaskalia, and the graduates of the sixth class of primary school attended the six-year class. From 1931, all the Didaskalia became mixed institutions, and the female candidate teachers attended too.
The existence of different types of Didaskalia led to the training of too many teachers, and not all of them could be absorbed into the educational system. This situation triggered the abolition of the one-year-class Didaskalia and to the rest of the Didaskalia being changed to five-year-class ones (1929) . The graduates of the second class of the six-year gymnasium, aged between 14 and 16, attended the five-year-class Didaskalia. Although the discourse about the choice of the multi-yearclass Didaskalia focused on the cultivation of the prospective teachers' teaching ability and their scientific sufficiency, the real reason for the choice of the five-year Didaskalia concerned the 'creation of the soul of the teacher'. As Lefas (1942) mentioned in the report about the choice of multi-year-class Didaskalia, although the legislative discourse was that it contributed to the teacher's natural aptitude towards the teaching task, to his scientific education and to the creation of a teaching consciousness, the law maker thinks that these are better provided through the multiyear-class Didaskalia, without stating the grounds on which his opinion is based. Lefas (1942) continues to argue about the teacher's soul by saying:
When the pupil comes to the Didaskalio with the intention to be educated as a teacher and when, for five years continuously, he is all the time active, acts an4d thinks towards this direction, in an atmosphere full of teaching, it is undoubtedly sure that he will create a teaching consciousness. But ... might it be a grievous conscious, poisoned, full of bitterness, limited, and one with dark colors?
Teachers' education was regarded as acting as a moral technology shaping the teachers' souls, and the teachers would then shape the children's souls. In 1933 the multi-year-class Didaskalia were abolished and Pedagogical Academies were instituted, taking their place in an attempt to modernise and control educational knowledge. In the Pedagogical Academies, which the graduates of six-year class gymnasium attended for two years, there was a division between the teachers' general education and their professional training. Lefas (1942) claims that the gymnasium graduates were expected to use the literary language more properly and that this goal was the basic factor behind the establishment of the Pedagogical Academies. In the dispute about the kind of institution that would finally be the most proper for teacher education, the modernisation group, on the one hand, preferred the multi-year-class Didaskalia, whereas the conservatives, on the other hand, preferred the Pedagogical Academies. Noutsos (1979) explained the replacement of the Didaskalia by the Pedagogical Academies in the following way:
The existence of many kinds of Didaskalia [did not favour] unifying national educational policy and social control, but, on the contrary, [favoured] deviations from the official educational ideology and practice with the use of the new pedagogical ideas in the Didaskalia, as well as [with] the teachers' turning to demoticism (commonly used language) and [with] the implementation of its ideas and principles.
As I mentioned above, the language issue, which was a means of struggle between the two contradictory forces in Greece, was much more than a practical matter of concern. The language that was to be used was connected to the people's ideology, the political and economical orientation of society, and to power structures and relations. This dispute reflects issues of governmentality, and again the bourgeoisie succeeded in having its way. The Pedagogical Academies operated until 1986, when the university departments of teachers' education were established. Thus, the termination of the operation of the Didaskalia completed the process of the modernisation of teachers' education and its compliance with the state, with complete control of teachers' knowledge and his/her teaching being pre-established. Teachers were modernised according to society's 'progress' and were expected more and more to act according to a prescribed modality. This kind of teachers' education has as its goal the normalisation of the child, of the future citizen (Popkewitz, 1998) .
Conclusions
This article has focused on the systems of 'reason' in the educational sciences of Greece and on the construction of the suitable teacher, that took place for over a century. Genealogy research for teachers' mission in the pedagogical systems and their education inscribes a premise that the purpose of research is the social administration of the subjects (and subjectivities). This administration embodies a redemptive culture that promises empowerment and emancipation, but the particular scaffolding of ideas functions to consolidate and conceal power relations as the educational sciences inscribe 'action,' 'practice,' and 'the soul' (Popkewitz, 1998) .
Education was the moulding process involving shaping the souls of the citizens to accept the status quo unquestioningly. Teachers' education was a means to accomplish that. Since teachers are the medium and the carriers of pedagogy, their education was aimed at the construction of their soul in order for them to administer to the child's soul.
Pedagogical systems contain prefixed and predetermined ideas that become discourse in a way that is generalised in the educational system. In brief, the pedagogical reforms implied in Greek primary schools were developed in three stages:
• The monitorial school that was the school of formality, where the teacher was 'the intermediary'.
• The all-age school that was the school of speech, where the teacher was the 'technocrat'.
• The work school that emphasised active learning and action, where the teacher was the 'social worker'. The above descriptions of the teachers' mission form ideal-typical categories, which are simplified but useful components of analysis and comprehension. In Greece, the periods of teachers' education do not chronologically correspond with the analogous periods of the teaching methodology applied in primary schools. A phenomenon usually noticed in Greece was that changes to teachers' education programs occurred first, according to the latest developments in the West, and then the reforms in primary schools followed. In other words, first the construction of the teacher who would be capable of applying the changes in the classroom was carried out, and then the changes in the teaching methodology of primary schools were implemented. Teachers' inservice training in the new teaching methods was a frequent phenomenon.
Teachers' education changed and was modernised in terms of both quality and quantity according to the modernisation of society. Thus, in the monitorial school, 'intermediary' teachers were trained in the Didaskalio with two-year studies after the end of the second class of the Greek primary school and they had the possibility of deviating if necessary. In the co-instruction school, the 'technocrat' teacher was trained in the Didaskalio with three-year studies after the end of the first class of the four-year gymnasium, between the ages of 16 and 25. The 'social worker' teacher was prepared at the multi-year-class Didaskalia. This whole period was characterised by tremendous changes in social-national conditions (the consolidation of the nation-state, the annexation of new areas, the disaster of Asia Minor, and so forth) and in the development of socioeconomic realities (the rise of the middle class and the country's first stages of industrialisation) in such a way that teachers' education in the Didaskalia was conducted according to the needs of the nation-state.
All these reforms of and changes to the pedagogical systems were made under the same ideological and philosophical orientation of education and within a similar educational context and aim: the construction of the desired citizen through the construction of the child's soul. The need for reform was justified on the grounds of the inefficient results of the prevailing educational system. As Caruso and Vera (2005) note, in these traditions, which postulated the unique and almost 'natural' character of the nation, its manifestations and its configurations, the study of pedagogical knowledge and educational models was seen as part of the nation-identity construction -even when the contribution of pedagogical knowledge and practices to the process of the nation-state building was often perceived as a failure.
The schools' change, however, was not a matter of methodology, but instead they might change through their orientation, intentions and ideology. Memories are part of a whole imaginary which defines our relationship with the past, building up our own way of talking about schools and education (Nóvoa, 2000) . The remaining question of today is: education for what purpose? The point this article wanted to make was to stress that by understanding the relationship between power ---the educational system ---and teachers' education, it becomes evident that the teachers' education is a matter of power. Unless society makes a clear decision about what education is for, what its purpose is, it will remain in the hands of those in power, under the mask of experts and specialists, to decide by another Panopticon rubric. This insight bears powerful implications for the methods of teacher training even today. History offers memorable examples.
